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ABSTRACT

SCHOOL TO WORK TRANSITION: COMMUNITY BASED TRANSITION
OF 18-21 YEAR OLD STUDENTS
WITH MILD DISABILITIES
by

Jammie C. Axon
August, 1995
A community based service delivery plan was developed to meet the
individual transition needs of 18-21 year old students with mild disabilities.
The transition service was designed to ease the movement of students into
post-secondary community life by providing prepatory experiences and
community linkages. Students may receive services in the areas of
recreation and leisure, vocational, and independent living activities
depending on individual need.
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CHAPTER I
Focus of the Study
Introduction

Halpern and Benz (1987) stated that the fundamental purpose of
education is to prepare students to lead productive and rewarding lives.
The high school experience represents a period of transition between the
security of school and the complexities associated with the opportunities
and risks of adult life. The quality of this experience and the decisions
made during this time have significant implications for the lifestyle and
quality of life experienced by students after they leave school.
Transition from school to work is a complicated period for all
adolescents and young adults. This stage of life can be even more
complicated for individuals with disabilities. Many flounder in the job
market or attempts at employment (Mithaug, Martin, & Agran, 1987).
These individuals have difficulty with attendance, filling out applications,
following directions, punctuality, meeting performance and productivity
standards, and adapting to various demands across work settings (Rusch &
Matson, 1986).
The availability of transitional services for 18 to 21 year-old youth with
mild disabilities has been a major concern for parents, students, school
personnel, and service agencies in the community of Longview and the
nation at large. In the 1980s, over one hundred follow-up studies were
conducted measuring the outcomes of students exiting special education
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programs (Edgar, 1989). Results of these studies were relatively consistent
(Edgar, 1988; Haring & Lovitt, 1990; Hasazi, Gordon, & Roe, 1985; Levine &
Edgar, 1986). This research indicated that many graduates of special
education programs were unemployed or underemployed, lived at home
and did not interact socially in the community. Weyman, Kregel, and
Seyfarth (1985) defined underemployment as engagement in entry-level
service occupations with limited fringe benefits. These findings were
supported by follow-up studies done by Roessler, Brolin, and Johnson (1990)
and Edgar (1988) who suggested that many employed students do not have
quality jobs. They have employment which pays minimum wages, has little
potential for advancement, and provide few, if any, fringe benefits.
Students exiting special education do not enjoy the same success as
their non-disabled peers (Edgar, 1987; Fairweather, 1990; Hasazi et al., 1985).
For these students high school completion rate is low, the success rate of
graduates of special education in post-secondary education settings is
dismal, too many youth are unemployed or underemployed, and far too
many youth live with their families with little or no connection to
community activities such as membership in clubs or use of recreational
facilities (Bercovici, 1981; Hasazi et al., 1985; Kregal, Wehman, Seyfarth, &
Marshal, 1986).
Providing appropriate educational and employment opportunities for
youth with disabilities has been a significant, long standing problem for
this nation's citizens, employers, policy makers, and educators. Over the
past twenty-five years, federal and state legislation has begun addressing
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the complexities of providing appropriate secondary education and
transition services to our nation's youth (Rusch & Phelps, 1987). It is now
time to put this legislation into action by designing service delivery plans
which will meet individual student transition needs.
Employment Concerns
Rusch, Mithaug, and Flexer (1986) report that of the approximately
200,000 youth with disabilities who leave the nation's schools each year, the
majority will experience unemployment or severe underemployment
problems. In addition, follow-up study results reported employment rates of
graduates of special education programs from a low of 32% to a high of 58%
(Edgar, 1988; Hasazi, Gordon, Roe, Hull, Finck, & Salembier, 1985; Schalock,
Wolzen, Ross, Elliott, Werbel, & Peterson, 1986; Scuccimarra, & Speece, 1990;
Wehman, 1992). Data from the National Longitudinal Study (Wagner, 1989)
indicate that 46% of graduates of special education are employed as
compared to 65% for non-handicapped youth. These study results suggest
that many factors contribute to this situation, including attitudinal,
physical, and communication barriers; lack of appropriate training
opportunities; and scarcity of effective transition and planning services
(Siegel, Robert, Greener, Meyer, Halloran, & Gaylord-Ross, 1992). High
unemployment statistics become further complicated by the fact that only
15% of the disabled youth in the United States will obtain post-secondary
training as compared to 56% post-secondary training rate for non-disabled
peers (Fairweather, 1990).
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Economic Concerns
High unemployment for youth with mild disabilities is only one
aspect of the problem. Individuals with disabilities lag behind in virtually
every indicator of economic activity (Fairweather, 1990). In a national study
of American youth, the William T. Grant Foundation (1988) noted that 19%
of young people with disabilities, ages 15-24, earned less than $600 a month.
Such low earnings were characteristic of only 8% of nondisabled peers in
the same age group. Edgar (1987) reported that 82% of graduates of special
education earned less than minimum wage. Many graduates of special
education who were employed, were employed in jobs with little potential for
advancement, which payed minimum wage, and provided few fringe
benefits (Edgar, 1988; Hasazi et al., 1985; Kortering & Elrod, 1991). Rusch
and Phelps (1987) stated that without question, youth and adults with
disabilities suffer major economic disadvantages in the labor market in
comparison to the nondisabled population.
Social Integration Concerns
Kregel, Wehman, Seyfarth, and Marshal (1986) found a significant
difference between living in a community and being socially integrated into
that community. Many individuals with disabilities lived in local
community settings, yet remained socially isolated within their homes and
excluded from participation in the mainstream of community life
(Bercovici, 1981). The independent living paradigm for individuals with
disabilities has remained virtually untouched (Rachino, 1992). Several
follow-up studies (Edgar, 1987; Hazasi et al.,1985; Roessler, Brolin, &
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Johnson, 1990; Wagner, 1989) revealed the preponderance of youth live with
their parents one year after exiting high school. Sitlinger and Frank (1991)
estimated that between 64% and 80% of handicapped persons, depending on
the disability, must continue to live with their families due to limited
income.
Many individuals also spent their leisure time inside their homes
rather than participating in community-oriented recreation/leisure
activities (Salzberg & Langford, 1981; Wehman, Schleien, & Kiernan, 1980).
Gollay (1978) and her colleagues reported that individuals engaged
primarily in passive recreation activities and that group activities (clubs or
organizations) were engaged in least often.
Educational outcomes for students with disabilities, especially those
related to employment and independent living, have been an acute concern
in the State of Washington for several years. State follow-along studies
(Edgar, Levine, Levine & Dubey, 1988) indicated that only 55% of graduates
of special education were employed after six months following graduation
as compared to 73% of non-handicapped peers. In addition, the study
results indicated that 30% of graduates of special education attended postsecondary education as compared to 49% for non-handicapped graduates.
Data related to the independence of students with disabilities are so
discouraging as to make educators and others question the validity of the
whole special education system (Edgar 1985).
Edgar (1987) suggested that analysis of data collected in follow-up
studies indicated that the transition process is incomplete. If the goal of
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special education is employment and community inclusion, our success to
date has been less than spectacular, as too many former students remain
unable to access our societal mainstream or adjust to adulthood (Halpern,
1985; Kortering & Elrod, 1991).
In Longview, post-school outcomes for students with disabilities are
equally grim. In a recent follow-up study survey, 62% of graduates of
special education were unemployed two years after graduation (Erdman,
1995). This does not include those students involved in post-secondary or
vocational training. In addition, 69% of these students were still living at
home.
Statement of Problem
One of society's major expectations of schools is that the educational
system will prepare students for entry into the world of work and selfsufficiency (West, 1988). Unfortunately, individuals with mild disabilities,
often have not made a successful transition to the community. Many
graduates of special education are unemployed or underemployed and live
with family relatives or friends without much hope of integrating into the
community.
Currently, there are few exemplary community based transition
service models in Washington state. Individual districts are designing
transition services to meet the needs of students in their communities.
Longview School District plans to implement the Opportunities Provided
Through Individual Outcomes Needed for Success (OPTIONS) community
based transition service model in the next school year.
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Purpose
The purpose of this study is to develop a community based service
delivery plan to meet the individual transition needs of 18-21 year old
students with mild disabilities.
Significance of Study
Preparing students while they are still in school for the important
roles of adulthood: employment, education, independent living, adult service
providers, and community participation is vital to reducing the
disproportionately high unemployment rates and substandard wages and
benefits experienced by too many individuals with disabilities (Wandry &
Repetto, 1993). Throughout the 1980s, strides were made to provide
transition related services to youth with disabilities as they moved from
school to adult life. Unfortunately, transition legislation did little to change
individual student outcomes. School personnel still struggle with
interpretation of this legislation and its implications for services and
program changes (P. Brown, personal communication, June 10, 1995).
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Definition of Terms
Community based apprenticeships: Supervised training on the job for
students receiving special education services (Transition Guide for
Washington, 1994).
Functional vocational evaluation: The assessment of occupational
interests, aptitudes, and preparation opportunities (Transition Guide for
Washington, 1994).
Individualized education program (IEP): Each student's individualized
education program developed on the basis of assessment analysis and
parent input (Washington Administrative Code 392-171-461).
OPTIONS:

Opportunities Provided Through Individualized Outcomes

Needed for Success. This is a title to identify the community based 18-21
year old service designed in this project for use in Longview,
Washington.
Self advocacy: Self advocacy includes self actualization, assertiveness,
creativity, and pride in oneself (Wandry & Repetto, 1993).
Supported employment: Supported employment provides temporary or
ongoing instruction at the worksite to supervise, instruct, and facilitate the
social and work integration of the employee with disabilities (Gaylord-Ross,
Halloran, & Siegel, 1992).
Supported living: Supports and personal assistance which are unique for
each person allowing them to live interdependently in the community with
dignity and respect (Racino, 1992).

CHAPTER II
Review of Related Literature
Introduction
A majority of the literature published about transition planning for
youth with disabilities has focused on results of follow-up studies as well as
desired student outcomes. Little research has been conducted on
exemplary programs for transition to assist teachers and other
professionals in helping students achieve these outcomes. It is still too
early following the surge of follow-up studies and subsequent suggested
changes in services of the 1980s to research effects on student transitions (P.
Brown, personal communication, June, 2, 1995).
This review of literature will focus on the most frequently mentioned
components of successful transition from high school to the adult world for
individuals with mild disabilities.
There have been many federal and local efforts to impact the
situation faced by young individuals with disabilities. However, until
recently, services for adults with disabilities were restricted almost
exclusively to segregated day programming (Rusch & Matson, 1986). It is
suggested by Clark and Kolstoe (1990) that the most comprehensive services
and all of the legislation congress can pass cannot help youths unless
specific long-range, and formalized planning for transition occurs
(Polloway, Patton, Payne, & Payne, 1989; Wehman & Hill, 1985).
Current Transition Legislation
Madeline Will (1984), former assistant secretary for The Office of
9
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Special Education and Rehabilitative Services (OSERS), established
transition from school to work as a special education priority for the 1980s.
This priority was entitled the Transition Initiative. The Federal
Government responded to the need for coordinated transition services by
passing Public Law 101-467 (1990). The law provides that Individualized
Educational Programs for all individual with handicaps must contain a
statement of the needed transition services beginning no later than age 16
and when appropriate at age 14 or younger. Transition services are defined
in the Washington Administrative Codes (WAC) as:
A coordinated set of activities for a student, designed
within an outcome-oriented process, which promotes
movement from school to post-school activities, including:
Post-secondary education
Vocational training
Integrated employment (including supported employment)
Continuing and adult education
Adult services
Independent living or community approximation.
The coordinated set of activities shall be based upon the
individual student's needs, taking into account the student's
preferences and interests, and shall include instruction, community
experiences, development of employment, post-school adult living
objectives, acquisition of daily living skills, and functional vocational
evaluation (WAC 392-171-321).
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The goal of transition, as conveyed by the US Department of
Education, is to improve the movement from school to working life and
adult services for all individuals with disabilities. This legislation compels
school personnel to look at long range outcomes when designing students
programs. The Center for Change in Transition Services for Washington
(1994, p. 6-7) list successful outcomes for youths with disabilities as:
1. placement in appropriate post secondary education program

(community college, four year college, vocational college, or other training
institution that trains individuals for employment);
2. placement in a supported employment position with an ongoing
support system in place and a plan for insuring health benefits;
3. placement in a supported employment position with an ongoing
support system in place and a plan for insuring health benefits;
4. placement in an ongoing treatment program that the student, the
parents, and other care providers deem appropriate.
Johnson, Bruininks, and Thurlow (1987) suggested that while the
intent of this policy established a general course of action to be taken, it does
not answer specific questions about which objectives are to be implemented,
in what order, and with what proportion of available resources. While the
intent of the legislation is clear, the methods for achieving a successful
transition are not.
Components Necessary for Successful Transition
Transition from school to adult living for individuals with mild
disabilities is not only a process, but a product. It is the outcome of a
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complex set of decisions and services (Edgar, 1987). A review of literature
revealed several components frequently mentioned as necessary activities
in a smooth transition from school to adult life for individuals with mild
disabilities.
The Transition Guide for Washington (1994) included the following
five critical organizational components for successful transitions of
students: (a) a transition partnership with families; (b) identification of
needs based on a functional vocational evaluation; (c) a wider array of
secondary programming options including functional curriculum,
community based education, vocational education, and college preparation;
(d) interagency planning and cooperation with schools; and (e) self advocacy
training. Together, these critical components or some variation of them,
detail essential principles of effective transition programs (Edgar, 1988;
Halpern, 1985; Halpern, 1992; Mithaug, Martin, & Agran, 1987; Wandry &
Repetto, 1993). The literature review will focus on these critical
components.
Family Involvement
Forty years of research literature has consistently indicated the
influence of the family and home support to be a significant variable in
employment and future student success (Badham, 1955; Edgerton, 1976;
Kolstoe, 1961; Obrien, 1952). A family's attitude toward the capabilities of the
individual with disability and employment, and the family's willingness to
provide emotional and technical support appear to be the most consistent
indicators of success or failure (Halpern, 1985; Hanley-Maxwell, Rusch, &
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Rappaport, 1989; Rusch & Phelps, 1987; Shalock, Wolzen, Ross, Elliot,
Werbel, & Peterson, 1986; Stodden & Browder, 1986; Transition Guide for
Washington, 1992). Successful trainees in a community based employment
program, were found by Stodden and Browder (1986) to come from homes
which either actively supported their student employment goals or at least
did not interfere with their success. Of trainees who were terminated, 71 %
came from environments which were characterized by alcoholism, blaming
the individual with disabilities, or wanting to keep the individual in a
dependent status.
Eugene Edgar (1988) went one step further when he suggested the
social status of the family to be much more influential in students finding
employment than the quality or type of schooling. Edgar's view of the
importance of family in the success of graduates of special education is
revealed in the following statement:
I contend that our current educational theory offers little hope for
solving the problem of unemployment among students with mild
disabilities. No matter how hard we work with our students,
competitive though they well be, they will not be competitive with the
top 70% of our adequately employed population. The data suggested
that what will make the difference are family connections. Students
with connected families will get jobs. Students without such
connections will be unable to escape poverty. The cycle will be
unbreakable through standard educational intervention. (p. 4)
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Family involvement is part of the IEP process and is almost always
recommended but seldom seriously implemented (Edgar, 1989). He
suggested that it is easy to work with compliant supportive parents but
when it comes to families which do not share our values we often give up.
These are the families who need to be the most involved.
A model transition program titled Career Ladders for Challenged
Youth in Transition from School to Adult Life (Siegel, et al., 1992) identified
family involvement as necessary since people do not live in isolation. They
found that unsupportive family members can easily sabotage and waste the
efforts of the service provider if they do not share a common goal. Career
Ladders (Seigel, et al., 1992) included family involvement as one of its six
principles. A family meeting was deemed one of the most critical events of
the semester and at least one family member or significant other person in
a trainee's life, must attend for the trainee to be accepted into the program.
The main purpose of the meeting was to obtain a demonstration of
commitment by at least one other person. This person will act as a support
for the individual with disabilities.
Hasazi et al., (1985) found that over 80% of high school graduates who
were working found their jobs through the "self/family/friend" network.
Edgar (1985) and Mithaug, Martin, and Agran (1987) found similar results
in their own follow-up studies of graduates of special education. The
"self/family/friend network" is a network of people committed to supporting
the individual with disabilities in their movement toward independence.
One of the focuses of transition should be to help individuals with
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handicaps identify and utilize their self-family-friend network (Azrin &
Philip, 1979; Hasazi et al., 1985).
Functional Vocational Evaluation
Functional vocational evaluation was included in the Transition
Guide for Washington (1994) as an important component to successful
transition. However, there was little research in the literature to support
this. Functional vocational evaluation has been a stumbling block for
teachers and transition specialists struggling to implement the transition
legislation (L. Price, personal communication, June, 1, 1995).
The National Information Center for Children and Youth with
Handicaps (1990) named functional vocational evaluation as the most
important process available for assembling the information needed for
individuals with handicaps to make well-grounded career decisions. They
defined vocational evaluation as a systematic, ongoing process designed to
help students and their parents understand the young person's vocational
preferences and potential. This process may include observations,
anecdotal information, work experience evaluations, classroom
performance, home performance, formalized test results, and work
samples. The functional vocational evaluation may provide information on
the student's: career development background, interests, aptitudes, special
needs, learning styles, work habits and behaviors, personal and social
skills, values and attitudes toward work, self-concept, and work tolerance.
Woolock, Stodden, and Bisconer (1992) viewed high school as an
opportunity to sample from an array of environments and activities and to
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develop the competencies necessary within these environments and
activities. Such samplings provide instructors and students with
opportunities to not only measure skills, but determine the individual's
preferences or needs through both verbal and nonverbal behavior. By
evaluating sampled environments and activities (ie. worksites), instructors
can determine potential preferred opportunities for transition instruction
and placement in adult life.
Wide Array of Secondary Options
Researchers suggested changes in secondary curriculum are
necessary if students are to attain a significant improvement in post-school
adjustment and quality oflife (Benz & Halpern, 1987; Edgar, 1987; Edgar,
1989; Fairweather, 1990; Halpern, 1985; Halpern, Benz, Lindstrom, 1992;
Kortering & Elrod, 1991; McDonnel, Wilcox, & Hardman, 1991; Transition
Guide for Washington, 1994; Wandry & Repetto 1993; Wehman, 1986).
Halpern (1985) found high school to be important because it served as a
starting point for transitional programming. Individualized student
programs are designed based on a functional vocational evaluation. This
looks different for each student depending on their interests and aptitudes.
The Transition Guide for Washington (1994) suggested a wide array
of outcome-based secondary program options focused on the interests and
aptitudes of the student while preparing the student for success in his/her
anticipated post-school environment as vital to transition success. The
array of curricular options should be functional and will look different for
various students. Students who plan to attend a community or four-year
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college would participate in a college prepatory program (Transition Guide
for Washington, 1994). Students planning to attend a technical institute or
enter the workforce upon completion of high school may participate in a
vocational/special education program (Gill & Edgar, 1991; Seigel et al., 1992).
Students requiring more intensive employment support or residential
support may participate in community-based apprenticeships or programs
that prepare students for supported employment and supported living
(Colley, 1992).
The identification and utilization of appropriate instructional
methods within the context of appropriate curriculum content, the
inclusion of a vocational education component within the curriculum, and
improvement of appropriate mainstreaming opportunities were
suggestions Halpern (1985) cited for improvement of high school services.
He also suggested that transition services focus on employment, social and
interpersonal networking, and the residential environment of students.
Edgar (1988) argued that special education and regular education
join together to form a coalition for the development of meaningful
alternative secondary options for youth who are not headed directly for
college. This alternative must: (a) be socially valued; (b) provide
opportunities for youth to engage in activities valued by the adult society; (c)
focus on problem solving and coping skills; and (d) provide opportunities to
learn, practice, and demonstrate valued vocational skills.
Because individuals with disabilities may require care and services
during the periods of their lives that extend beyond the school years, the
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preparation for a successful post-high school life should be central to their
secondary education (McDonnel et al., 1991). Wandry and Repetto (1992)
stated that the scope of services must expand to include instructional and
educational experiences related to the much broader outcomes of:
employment, independent living, functional skills, and community
participation.
Community Based Education
Another component mentioned repeatedly in the literature is
community based education. Community based education may encompass
independent living, work experience, travel, socialization, and access to
adult services. The Transition Guide for Washington (1994) listed
community based education under secondary program options. However,
literature showed it to be such a major component of a successful transition
program that I singled it out as a separate category.
One of the primary goals of transition is to prepare individuals to
participate as fully as possible in community life ( Halpern & Benz, 1987;
Kerachsky & Thornton, 1987; Knowlton & Clark, 1987; Seigel, et al., 1992;
Stodden & Browder, 1986; Wehman, 1992; Wilcox & Bellamy, 1987).
Wolfensberger (1972) stated the major philosophical impetus of community
based training and integration to be embodied in the principle of
normalization, which stressed the importance of delivery of service and
participation in environments that are as culturally normal as possible. A
community based educational program is essential if students are going to
master the skills necessary to function in the community (Wandry &
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Repetto, 1992). Community environments frequented by the student and by
his or her family now and in the future should be the environments used to
directly teach (Woolock et al., 1992). In essence, when students receive
learning experiences in the setting in which they will apply the newly
acquired learning, the likelihood of retention and transfer are greatly
improved (Phelps, 1992).
According to Sailor (1989), students aged 19-22 should be spending 80100% of their day off the high school campus participating in age
appropriate, community referenced activities. Career Ladders for
Challenged Youth in Transition from School to Adult Life (Siegel et al.,
1992) designed a curriculum to be used with students with mild disabilities
during the last two years of high school. This curriculum focused on
community involvement and employment skills workshops.
Interagency Collaboration
Interagency planning and cooperation with schools was consistently
listed in the literature as a key element to successful transition services
(Halpern, 1985; Johnson, Bruininks, & Thurlow, 1987; Seigel, et al., 1992;
Stodden & Browder, 1986; Szymanski & Danek, 1985; Wandry & Repetto, 1992;
Wehmen et al., 1985). The transition from school to work is the domain of
no one profession. Assisting individuals with disabilities in negotiating
this complex task requires the collective efforts of a number of professions
in a coordinated, multidisciplinary approach (Szymanski & Danek, 1985).
Throughout the 1980's, strides were made to provide transition
related services to youth with disabilities as they moved from entitlement
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programs within the educational system to eligibility programs within the
realm of adult services (Neubert, 1992). Unfortunately, a lack of coordinated
services remains a persistent problem for many youth with disabilities and
their families during the transition process (Halpern, 1985; Johnson et al.,
1987; Szymanski, 1985).
Schools offer services through the single provider entitlement system.
Entitlements assure that citizens receive services for which they are
eligible. When individuals with disabilities exit school, they must rely on
adult service agencies to continue providing the needed supports. Services
through adult agencies are not entitlements. These agencies have various
eligibility requirements and possible waiting lists and may be confusing to
work with (Seigel et al., 1992; Transition guide for Washington, 1994;
Wandry & Repetto, 1993). A smooth transition between services is essential
to assure that individuals meet their goals.
Self Advocacy
The Individuals with Disabilities Act of 1990 mandated the provision
of outcome-oriented transition services for students with disabilities. To
provide students with transition services that enable them to become
contributing members of their community, vocational and special educators
must focus on the development of abilities and attitudes that, traditionally,
have not been viewed as the domain of educational ·services. One such
critical area is self-determination. Ward (1988) defines self determination
as the attitudes, abilities, and skills that lead people to define goals for
themselves and to take the initiative to reach those goals. He also suggested
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the ultimate goal of transition to be for a student to assume control (with
appropriate levels of support) over their transition program.
Ellis (1986) suggested that the instructional approach which
currently dominates nearly all special education programs assumes a level
of student dependency that reinforces behaviors incompatible with
independence and student initiative. Current instructional practices teach
students to be dependent on teachers by not including goal setting, problem
solving, and decision making opportunities as part of the curriculum
(Edgar, 1988; Mithaug et al., 1987). This results in students' not being
skilled in pursuing life long learning opportunities.
Recent literature supported the idea that self advocacy should be a
major component in transition programming. Gaylord-Ross, Halloran,
and Siegel (1992) stated, "The ultimate goal of education is to increase each
student's responsibility for managing his or her own affairs" (p. 154).
Wacker and Berg (1986) asserted that to a large extent post- school
employment success of students with learning and behavior problems will
depend upon their ability to acquire new skills and have the confidence to
adapt to changing situations. Failure to adapt to dynamic work
environments will result in negative work experiences and job termination.
Failure to adapt to dynamic home and community environments will result
in unsatisfactory relationships and daily interactions. Self advocacy and
problem solving skills are vital to successful adult life.
Several strategies for teaching self advocacy were outlined in the
literature (Edgar, 1988; Martin & Huber, 1995; Mithaug et al., 1987; Wandry
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& Repetto, 1993). The authors supported the teaching skills such as problem

solving, decision making, goal setting, independent performance, self
evaluation, and making adjustments. Edgar (1988) stated that virtually no
data currently exists on the long term outcome of such instruction.
Two components of effective transition mentioned in the literature
with less regularity were; mentors and natural support
networks for transitioning students, and follow-up studies as evaluation
tools to test the effectiveness of transition programs.
Natural Support Networks
Natural supports, mentors, and family/friend/self networks were
referred to in the literature as interventions to strengthen existing social
networks of individuals with handicaps (Hanley-Maxwell et al., 1989). All of
these titles refer to the development of support systems which will assist
students in the achievement of their goals for the rest of their lives. If
students do not have the potential to develop a family/friend/self network, a
mentor system would provide meaningful support (Edgar, 1988).
The ability of friends and family to assist individuals in obtaining
work was apparent in the literature (Edgar, 1988; Hasazi et al., 1985).
Results of follow-up studies of high school graduates (Hasazi et al., 1985)
indicated the importance of the family/friend/self network in obtaining jobs
and in coping with the problems of everyday life. Hasazi et al. (1985) found
that 84% of employed students found their jobs through their
family/friend/self network. The influence of this network may be more
important than the instruction a student receives, or even his or her
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disability (Edgar, 1988; Halpern, 1985; Rusch & Phelps, 1987; Stodden &
Browder, 1986). As indicated in previous text, one of the focuses of
transition services should be to help individuals identify and utilize their
family/friend/self network (Azrin & Philip, 1979; Hasazi et al., 1985).
Although the literature suggests the importance of developing
natural supports, this author was unable to find strategies outlining the
development of the friend/family network specifically for individuals with
mild handicaps.
Follow-up Studies as Evaluation Tools
Follow-up studies have provided a method for districts to track
whether or not valued student outcomes have been met. The Transition
Guide for Washington (1994) recommended this data to be used in the
development of strategies for program improvement. When developing
follow-up procedures, The Transition Guide for Washington (1994)
suggested questions which will give data on services received and outcomes
met. Questions regarding services received will provide data on whether
the student was referred to an adult service agency or community agency.
Questions regarding outcomes met will provide feedback on whether
students achieved their individual anticipated outcome.
Robert and Siegel (1992) recommended regular follow-up of graduates
as a method to determine ifwe are really helping students. Without followup studies, suggested Halpern (1992), there is no mechanism for evaluating
the impact of programs. Consideration of the following five criteria will
assist in the development of follow-up procedures: (a) convenience and
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intensity of completion time for the surveyers, (b) convenience and
disruption to the graduate, (c) comparison of the data base to those of others
conducting similar studies, (d) simple data coding and storage for
maximum flexibility and manipuability, and (e) reflection of the truths and
values of your program (Robert & Siegel, 1992).
The following components were found in the literature to be part of
successful transitioning: (a) a transition partnership with families; (b)
identification of needs based on a functional vocational evaluation; (c) a
wider array of secondary programming options including functional
curriculum, community based education, vocational education, and college
preparation; (d) interagency planning and cooperation with schools; and (e)
self advocacy training (Clark & Kolstoe, 1990; Halpern, 1985; The Transition
Guide for Washington, 1994; Wehman, 1986; Will, 1984). Together, these
critical components or some variation of them, detail essential principles of
effective transition programs.
The next chapter includes the procedures followed in the completion
of this project.

Chapter III
Procedures
Although federal law now mandates the inclusion of an
individualized transition plan (ITP) into all individual educational
programs (IEP) of students over the age of 16, they do not specify a method of
providing this service. It has been left up to individual districts to develop
and implement a service delivery model which meet specific community
needs. District designed models must meet individual student transition
need in accordance with legal guidelines.
As there is not a current service delivery model for 18-21 year old

students with mild disabilities in the Longview School District, steps were
taken to design a community based transition service to meet the needs of
these students. It was necessary for the philosophy and goals of this service
to align with federal, state, and district regular and special education
outcomes and philosophies.
The first step in the development of this project was to conduct a
thorough review of the literature regarding transition. This included
reviewing federal guidelines, results from follow-up studies of graduates of
special education programs, state guidelines and program suggestions,
and current exemplary transition programs.
Chapter IV consists of a model service delivery plan for transition
entitled OPTIONS. OPTIONS is based on a framework of the essential
components of successful transition found in literature and has been
designed for use in the community of Longview, Washington.
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CHAPTER IV
Description of Project
OPTIONS
Opportunities Provided Through
Individual Outcomes Needed for Success

Special education students are eligible for services through age 21,
however, it is not always appropriate for 18-21 year old students to attend a
high school program. The OPTIONS program has synthesized the
components of exemplary transition programs found in literature to create
a system which will facilitate successful transition for 18-21 year olds from
school to adult life. Seven major components have been chosen from an
extensive search of the literature to form the framework for this service.
These seven components parallel district outcomes for all students
as well as our special education mission. The Longview School District exit
outcomes include; quality producers, responsible citizens, effective
communicators, resourceful thinkers, self-directed learners, and
knowledgeable persons. The Longview School District's special education
mission is to provide one system serving all students.
Based on a literature review, community need, and available resources,
seven components were chosen for the framework of this project. They
include:
1. partnership with families

2. a wide array of service options decided through future
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centered planning and functional vocational assessment
3. interagency collaboration
4. a focus on increasing self advocacy
5. community based instruction
6. functional curriculum
7. follow-up of special education graduates
PURPOSE
OPTIONS is a service designed to assist students and families in the
development of self-advocacy skills as they increase independence in their
transitioning from school to adult life. OPTIONS provides special education
students who are aged 18-21 and their families a variety of services
designed to meet their vocational, recreation and leisure, and independent
living needs in a community setting. The community will, in essence,
become the classroom, providing functional and age appropriate
instructional activities.
PHILOSOPHY
OPTIONS was developed to meet the transition needs of individuals
with mild disabilities who are enrolled in the Longview School District. The
project is based on the following beliefs:
1. Individuals with disabilities can find satisfying

employment that pays a living wage if they are provided with vocational
training and support activities.
2. Individuals with disabilities should have opportunities to
access and participate in their community.
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3. Families are a vital part of successful transitions.
4. The Longview school district can work collaboratively with adult
service agency personnel.
5. A functional curriculum developed from a functional
vocational assessment and futures planning best meets the needs of
transitioning students.
6. Individuals should have opportunities to make informed
choices and have control over their lives.
WHO IS INCLUDED
The procedures that define OPTIONS are implemented by an
assigned transition teacher. This teacher will serve as the team leader,
student case manager, and will be responsible for all organizational and
legal issues concerning student programming. Literature demonstrates
the need for a coordinated, multidisciplinary approach to transition
planning. In order to assure compliance with the law and to establish an
effective process of planning, a group of people known as a transition team
will be responsible for program planning.
The initial placement of a student in the OPTIONS program will be
decided by a team including a minimum representation from the following
groups:
1. student

2. school personnel
-one district legal representative (school
psychologist, department head, principal, vice
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principal, special education assistant director or
director)
-high school teacher
-transition teacher
3. adult agency personnel
4. parent/family members
Representation from the following group is optional and would
depend on individual and family need:
1. church members, grandparents, or close friends who will be

supportive of transition activities
2. members of the community such as potential or current
employers
At the initial placement meeting, the above mentioned team of people
will decide the make up of the ongoing transition team. This team may or
may not include the high school special education teacher. Additional
members such as church members, employers, or others who will be
playing an active role in supporting the student through the transition
period may be brought onto the team at this
time. This transition team will meet a minimum of twice annually to
assess student progress and design program.
Partnership with Families
Family involvement in the transition planning and implementation
was shown in literature to be one of the most important indicators of
student success. The outcome of family involvement in the transition
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process is the creation of a supportive network which will encourage and
support the student as they move toward their goal. The transition or
handing off of responsibility will be the focus of all staff interactions with
family members. Our goal is to assist families toward independence by
modeling strategies of support which do not create dependency.
Partnership with families will be continued by nurturing family
relationships developed during high school. The high school special
education teacher will be part of the initial planning team and may
continue on if the team agrees that it would be advantageous. The positive
strength oriented assessment process (i.e. futures planning and functional
vocational evaluation) helps to draw parents in and make them part of the
process by relying heavily on their input. Family contacts will be positive
and supportive. Problem solving strategies will be modeled for families as
problems occur. Families will be acknowledged and reinforced for things
which are working and supported through problem solving strategies for
things which need improvement.
Parent input is necessary and is valued. Parents must be part of the
application and intake process for OPTIONS. Parent input will be
necessary in goal setting, individualized educational planning, and
program development. Independent living support will occur in the home
whenever possible with staff members modeling strategies which will move
the student toward independence. Every opportunity will be taken to create
natural supports within the family or peer group.
If a student does not have family support, steps will be taken to secure
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an advocate or other necessary support. Students may also involve a friend
or relative as a team member.
Wide Array of Service Options
Program goals will be designed based on student need rather than
available program options. A wide array of service options is a commonly
mentioned component of successful transition in transition literature.
Each student's program will look different as it is tailored to their
individual needs. Some students will need intensive support in job search
strategies with no focus on independent living. Others may have vocational,
recreational, and independent support needs. Contact time with the
transition teacher will vary depending on individual need. Student need
will be defined by the transition team in the following ways:
1. follow-up and continuation of futures planning done in high

school. Futures planning is a process which assists both students and
families in developing dreams for the future and steps to achieve those
dreams.
2. follow-up and continuation of functional vocational
evaluations done in high school.

Functional vocational evaluation is a

systematic, ongoing process designed to help students and their parents
understand the young person's vocational preferences and potential. This
process may include observations, anecdotal information, work experience
evaluations, classroom performance,

home performance, formalized test

results, and work samples. The vocational assessment may provide
information on the student's: career development background, interests,
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aptitudes, special needs, learning styles, work habits and behaviors,
personal and social skills, necessary accommodations, values and attitudes
toward work, self-concept, and work tolerance.
Functional Individualized Curriculum,
Although instructional programs will be continually developed and
refined, students will have the opportunity to receive services in three
curriculum areas. These areas are supported in the literature as
appropriate transition curriculum for individuals with mild disabilities.
They include (a) recreation and leisure, (b) vocational activities, and (c)
independent living activities.
Recreation and leisure activities will focus on student and family
interests and activities. Instruction and support will occur in natural
settings such as the YMCA, Parks and Recreation, bowling alley, or athletic
clubs. Social support and strategies to make and keep friends were found to
be necessary services in the literature. Social support will be given to
individuals as determined by their transition team.
Vocational activities were the most consistently mentioned
curriculum area in literature. Student strengths, interests, and
experiences will be considered when vocational activities such as work
experience or paid employment are developed. Activities will vary for
individual students and may include: interviewing skills; employment
portfolio update skills; job retention skills; job search strategies; work
experience placement, training, and support; and employment placement,
training, and support.
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The need for support and skill development toward independent
living was evidenced in the research by the large number of individuals
with handicaps who never leave home and family. Independent living
activities will occur in the natural environment which may be a students
home or apartment. This will model teaching strategies for parents as well
as students. Skill development may include: shopping skills, residential
placement shopping, budgeting, medical issues and health care access,
social service education, adult educational opportunities, relationship
problem solving, or transportation issues.
Interagency Collaboration
Formalized interagency plans are widely reflected in the literature as
a vital component of successful transition. Formalized planning and
coordination between team members will avoid overlapping or leaving gaps
in services assuring a smooth transition.

The Longview School District

and The Department of Vocational Rehabilitation (DVR) have developed the
following formal agreement to better serve transitioning students (see
Appendix A).
School District Responsibilities
Students in the OPTIONS program will be monitored by the
transition teacher, Mr. Fox. Mr. Fox will be responsible for coordinating
and documenting the specially designed instruction. A minimum of
monthly performance reports on each student will include attendance,
social skills, and specific vocational and work adjustment measures when
appropriate. Home contacts will be frequent and of a positive nature.
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The school district will support interagency collaboration by honoring
the new agency agreement with the following actions:
1. designating a staff person as transition teacher.
2. identifying students with disabilities whom we feel may be eligible
for DVR services and may need vocational rehabilitation services in order to
obtain or maintain employment.
3. contacting students and parents to discuss referral to DVR.
4. contacting the Kelso office of DVR to advise DVR
counselor of the need to visit the school.
5. securing a meeting place at school for DVR counselor,
student, and parent.
6. notifying the student and parent of date and time of
meeting with DVR counselor.
7. coordinating the assembly of school district referral
information and send to DVR with the student's
completed Vocational Information Form (see Appendix B).
Agency Responsibilities
DVR will support interagency collaboration by honoring the new
interagency agreement with the following actions:
1. designating a vocational rehabilitation counselor as
liaison to each high school.
2. scheduling date and times to meet at the school
individually with student, parents, and other interested
individuals and advise school liaison of such dates and times.
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3. discussing eligibility criteria and services offered by the Division
of Vocational Rehabilitation with families.
4. dispersing Vocational Information Forms to interested
students.
5. placing student's name on waiting list or schedule intake
appointment.
6. notifying student and parents of intake appointment.
7. meeting with students and parents for intake.
8. determining eligibility and advising student and parents of
eligibility decision.
9. identify and developing suitable job and plan if student is eligible.
On a less formal level agency linkages will be strengthened by
teachers in the following ways:
1. Agency representatives will be included in all staffing
meetings.
2. Consolidation of functional assessment information on agency
forms to assist in their paperwork.
3. Conduct a planning meeting at the beginning of the year for all
high school and agency staff to discuss the new interagency/school policy.
4. Conduct end of the year meetings to debrief and make
necessary changes for next year.
5. Include agency representatives when we have guest
speakers, awards assemblies or other appropriate celebrations so they can
get to know the students and our program
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6. Model collaboration at all times.
7. Create and nurture a working relationship with agency personnel
and a feeling of being a member of a supportive team who is working
toward a common goal.
Self Advocacy
Self advocacy and self determination skills are woven into all service
options as they are shown to be intregal components of transition in the
literature. Student and family need will determine the level of instruction
support necessary. Students who need support in this area will be taught
strategies for keeping appointments, maintaining confidence, articulation
of desires, accessing community agencies and recreational facilities, goal
setting, making phone calls, dealing with difficult people, and other skills
which seem to be holding the student back from reaching their goals.
Staff members will also assist families in the following activities to
increase independence and self advocacy:
1. Orientation of students and families to local and regional

agencies that provide postsecondary services.
2. Familiarization of students and families with the specific
responsibilities of the school and adult service agencies.
3. Teaching strategies for working with various agencies.
4. Refraining from making decisions for families or offering
opinions by offering only options.
5. Training students in self-advocacy by encouraging and
providing opportunities to participate in their IEP and the transition
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planning process.
Families can also help with preparation for transition from school to
work and support self advocacy in their student by:
1. Encouraging self-reliance and independence at home.

2. Including them in financial planning and supporting
acquisition of a social security card and other identification cards.
3. Modeling, monitoring, and reinforcing good work and grooming
habits.
4. Encouraging and facilitating social activities with peers.
Although the ultimate responsibility for student programming and
services will still rest with the school district special education teacher;
community agency personnel, students, and parents will share in the
responsibility of providing a quality transition program for students.
Students and families will be taught strategies to increase independence,
interdependency, and self advocacy. The staff member's job is to
incrementally fade out or transfer support to the natural supports within
each environment.
Community Inclusion
Community inclusion occurs in all service options. Literature has
shown many individuals with disabilities to be isolated from their own
communities. Community inclusion will be modeled and practiced by
delivering services in natural community settings or in the home. Students
will be encouraged to participate in community activities such as clubs,
recreation activities, YMCA, and adult classes. They will be given
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strategies and support to increase their community involvement. To
reinforce this, all meetings and planning sessions will be held in
community settings rather than the high school.
Follow-up
Follow-up survey data is shown in literature to be especially
important when several members are part of a plan such as the case of
transition. Follow-up data results can be analyzed in relation to the school
services received, student and family characteristics, student achievement,
community factors, agency involvement, parental involvement, and later
life student outcomes. These data results will enable transition teams to
make decisions about the continued progress, expansion, or change of team
goals.
Application Process
A comprehensive application procedure has been included for
several reasons. The process sets up a professional, adult focus for the
program for both students and parents. It gives the family a tool which will
facilitate discussion with their transitioning student. It also assures a
degree of commitment to the program from both the student and family.
Completion of the application process creates an opportunity to practice the
activities which the literature supports as important to success in adult life.
Students will practice self advocacy skills while compiling and presenting
their information packet to their transition team members. This activity
will engage students in organizing information as well as communicating
their goals and needs to others. This activity is a functional curriculum
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which allows students an opportunity to practice activities in the setting
and manner in which they will occur in adult life. This information packet
will remain with the student and will become part of their functional
assessment. The letters of recommendation, resume, and work evaluations
will remain in the student's file and be used for job search activities.
To access services students must:
1. Complete an application which is available at the Harding

Building or from a high school special education teacher (see Appendix C).
2. Complete an information packet given to them upon completion of
the application. The information packet includes:
•two letters of recommendation
•parental information form
•current resume
•functional assessment information
•copy of current IEP and futures plan, if available
•transcript and attendance history
•written or oral statement of need for services
•work site evaluations if appropriate
3. Students will return completed information packet to the
transition teacher at the Harding Building.
4. The transition teacher will convene the initial transition team
(student, teacher, district representative, and agency representative) to
review the application packet and discuss appropriateness of placement
and services.

40
5. If the transition team decides the student's needs would be best
met in a community based transition program, the student will be placed in
OPTIONS.
6. An individualized educational plan will be written up based on
information gathered from futures planning; parental, student and agency
input; and functional vocational evaluation.
Assistance with reading, filling out forms, or compiling information
for this information packet is available from high school special education
teachers, the transition teacher, or Harding staff members with completion
of the information packet. Students or families may call (360)577-1715 to
request assistance. This activity is meant to be a learning process.

CHAPTER V
Summary, Conclusions, Recommendations
Summary
The purpose of this project was to design a community based
transition service delivery plan to meet the individual needs of 18-21 year old
individuals with mild disabilities. National and local follow-up studies of
graduates of special education reveal dismal outcomes for community
inclusion, independent living, and employment. Few individuals with
disabilities live independently, hold down good paying jobs, or access
community services in a truly integrated manner. Most individuals are
unemployed or underemployed and live with friends or relatives. This lack
of integration indicates that the transition from school to adult life is
incomplete.
Federal legislation to remediate transition problems has left teachers
and school districts across the state of Washington with many questions
regarding the laws implementation. A review of literature revealed several
components of exemplary transition programs. These components were
aligned with district outcomes, community needs, and community
resources to form a framework for service delivery.
Conclusions

An extensive literature review revealed the following components as
important for successful transitions of individuals with mild disabilities
from school to adult life:
1.

partnership with families
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2.

a wide array of service options

3.

interagency collaboration

4.

a focus on increasing self advocacy

5.

community based instruction

6.

functional curriculum

7.

follow-up of graduates of special education.

A transition service for 18-21 years old individuals with mild
disabilities was developed using these components as its framework to help
ease the transition from school to adult life. This transition service will
support students and families as they move toward their goals.

Recommendations
Issues and problems surrounding the school-to-work transition
process for youths with disabilities have been ongoing societal concerns.
Yet teachers, parents, social service agencies, and students still struggle to
develop effective, successful transition services. As a result of this project,
the following recommendations have been made:
1. More attention must be paid to defining essential components

leading to successful interagency and school teaming.
2. A second wave of follow-up studies must be done to assess results
of suggested program revisions as a result of transition legislation.
3. More attention must be paid to classroom teachers. The kind of
changes in secondary curriculum advocated in the literature, require
monumental shifts in teacher focus. If transition is going to be more than
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just a meeting which is checked off a list of tasks prior to graduation,
teachers need inservice and support.
4. More research should be done on the power of self advocacy and
self determination skills on individual's future success.
5. More research must be done on the results of high school
inclusion and alternative program services.
6. Functional vocational evaluation was seen by this author as a tool
to assist teachers in widening the array of secondary program options by
focusing staff on individual student strengths and interests. More research
must be done in the area of functional vocational evaluation.
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APPENDIX A
INTERAGENCY/SCHOOL AGREEMENT

TRANSITION RESPONSIBILITIES

Designate a staff person as transition· .Oesignate a vocational rehabilitation
liaison.
counselor as liaison to each high school.
Identify students with disabilities
whom you feel may be eligible for OVR
services and may need vocational
rehabilitation services in order to obtain
or maintain employment .
.. ' Contact student and parents to discuss
referral to OVA.
Contact the Kelso office of OVA to
Schedule date and times to meet at the
school individually with student,
advise OVA counselor of the need to
visit the school.
parents, and other intere~ted
individuals and advise school liaison of
such date and times.
Secu, e meeting place at school ror
OVA counselor, student and parents.
Notify student/parent of date and time
of meeting with OVA counselor.
Meet with student, parents and other
interested individuals.
Discuss eligibility criteria and services
offered by the Division of Vocational
Rehabilitation.

Meet with DVR counselor.
Discuss disability, resulting limitations,
and hpw the limitations affect vou at
school and how you teel tne 11m1tations
will affect you in work activity.

Page 1
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TRANSITION RESPONSIBILITIES

If the student wishes to pursue
services, give her/him the Vocational
Information Form.

If you wish to pursue DVR services,
complete the Vocational Information
Form.
Return completed Vocational
Information Form to high school
transition liaison person.

Coordinate the assembly of school
district referral information and send to
DVR with the student's completed
Vocational Information Form.
Place Student's name on waiting list or
schedule intake appointment.
Notify student and parents of intake
appointment.
Meet with student and parents for
Meet with DVR counselor for intake.
intake.
Determine eligibility and advise student
and parents of eligibility decision.
If eligible, begin to mutually participate
If eligible, begin to mutually participate
in identification of a suitable job and
in identification of a suitable job and
development of an individualized written development of an individualized written
rehabilitation plan.
rehabilitation plan.
Page 2
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APPENDIXB
FUNCTIONAL VOCATIONAL EVALUATION FORMS
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Student's Name:

-------------------------

FUNCTIONAL VOCATIONAL ASSESSMENT
What your DVR Counselor needs to know
Timely and accurate guidance is necessary if students are to make vocational ch~ices that best suit their interests and strengths,
so they can obtain jobs with tasks having minimum demands on the student's deficit areas.
With a general familiarity of the local labor market, post 'Secondary training resources, community vocational and support
services, a framework can be established to guide students toward successful transition to employment.
The purposes of vocational assessment efforts are to provide students with information about themselves and the community to
enable students and their patents to make infonned decisions. The process is dynamic, and students are a key factor in goal
development as they learn more about themselves, the world of work and their community.
The following outline is a basis for effective vocational assessment.

READING LEVEL
Assessed functional reading and comprehension level, e.g., ability to read newspapers, to read and carry out instructions on a
basic employment application, etc.:

MATH LEVEL
Assessed functional math level, e.g., ability to carry out computations including fractions, use a ruler to an cighth•of·an·lnch
mark, make change in basic purchasing situation, use a checkbook, etc.:

DEXTERITY
How well does the student use his/her hands in gross motor and eye-hand tasks?
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LEARNING STYLES/MODALITIES/ACCOMMODATIONS
Discuss the following factors

Student's general ability to learn new information and tasks:

Scholastic Aptitude:

Adaptive and accommodation strategies used in the classroom and/or employment

Strategies for dealing with anger or behavior management problems:

Leaming styles. i.e., is this student a demonstration learner, a sight learner, or can they learn from oral and/or written sources:

Distractibility/Distracter (Ability to remain focused on the task at hand):

Length of time required to learn a task to independence:

Ability to remember instructions from one day to the next:

Number of task steps the student can remember and cany out:

Amount of task structure required:

Response lo authority figures such as a teacher or supervisor:

Students ability to seek help, report problems, and report absences appropriately:
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Student's Name:

-------------------

READINESS TO SEEK EMPLOYMENT
Discuss assessmf!nt of the following factors
Students expressed desire to work:

Student employment experience (paid or unpaid):

Student's expressed choice of type of work desired:

Student's ability to prepare for an interview:

Students knowledge of appropriate grooming and apparel for an employment interview, and on the job:

Student's ability lo contact an employer and make an employment interview appointment:

Student's ability to complete an employment application neatly and accurately, including all the relevant information:

Student's ability to search out employment information from newspapers, employment security, etc.:

Student's access to transportation or knowledge to access public transportation:

Student's awareness and understanding of his/her disability:

Students ability to express his/her areas or strength for employment purposes:

Support systems available to the student, i.e. parents, other family members, DD, ARC, mental henlth etc.:

APPENDIX C
OPTIONS
STUDENT APPLICATION
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STUDENT APPLICATION

Name: - - - - - - - -- - - - - -

Birth Date: - - - - - - - - - - - -

High School: - - - - - - - - - - - -

School Contact: - - - - - - - - - -

Parents: - - - - - - - - - -- - - - - - - - - - - - - - - - - - - Address: - - -- - - - - - - - - -

City/Zip:--- - - - - - - - - - -

Home Phone: - - - - - - - - - - - -

Work Phone: - - - - - - - - - - -

Emergency Contact:-- - - - - - - - -

Emergency Pho.ne: - - - - - - - - -

Student Social Security Number: - - - - - - - - - - - - - - - - - - - - - -Agencies student is currently connected with:

0

DDD

0

DVR

0

SSI

Other financial support: O List: - - - - - - - - - - - - - - - - - - - - If checked, please give .name of agency case m a n a g e r : - - - - - - - - - - - - - - - Llst any medical or physical co.ncer.os, i.ncluding current medications:

List chores you do i.ndependently around the home:

Do you currently ride CUBS i.ndependently?

0

Yes

0

No

P111e l
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• Provide a written statement as to why you want to be considered for the OPTIONS service:

Include copies of the following items with your application:
• Two letters of recommendation
•Resume
• Copy of your current l.E.P.
• Copy of your transcripts (including attendance history)
• Parental information form
• Functional assessment information
• Work-site evaluations
Indicate person or agency personnel who is assisting you with the application process:
Name
hm/3-l-9S
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